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Abstract
The purpose of this project was to develop a program for Catholic Charities Diocese of Joliet
Head Start that cultivates social-emotional development in children. Cultural intelligence and pro-social
skills are fostered through the methods of creative movement, body-based skills, and art-making. Using
the Delphi Method as a guide, I employed two rounds of interviews. The first round was an open-ended
questionnaire for the purpose of brainstorming about cultural difference, and a follow-up informal
interview for open dialogue about any questions, comments, or concerns from the collaborators. The
logic model was used for data analysis and resulted in the following themes: pro-social skill
development enhances the development of empathy, awareness of self, feelings identification, and
communication skills. The program is intended to be offered for forty-five minutes to an hour, once per
week over the course of eight weeks. Implementation and evaluation suggestions are provided.
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Chapter One: Introduction
In 2014, I was working at Catholic Charities Diocese of Joliet (CCDOJ) Head Start as a dance
and creative arts director for children aged five and six. After one morning movement class finished, I
lined the children up to take them to the restroom before playtime began. On this day, rather than calling
them up to line up in alphabetical order like they were accustomed to, I chose to call them up based on
where they were sitting on the rug at the time. When each child was finally in line, I noticed an
interaction between two of the children who usually do not stand near each other. One student opened
her arms up wide, preparing to give the other student a hug to say hello, and the other child kept her
arms enclosed while smiling and nodding her head in response. The child who wanted a hug began to
cry and came to me expressing that the other girl was being mean and did not want to play with her.
When I called the other child involved over to me, she was upset and explained that she did want to play
with her and that she did say hi.
At this very moment, I noticed a behavioral difference that was misconstrued by the child,
because she did not understand the other child’s way of saying hello that was different from her own. I
interpreted these different ways of saying hello as a culturally based preferences for the children. I now
understand this situation as a culture bump (Archer & Nickson, 2012). Culture bumps are defined as
moments in which two or more people enter a situation with different culturally-based expectations
about customs, behavior, beliefs, communication styles, and other norms. As a children’s teacher, I have
worked with children of many ages and cultures, and I have always been curious about cultural
difference in the classroom. I observed how children notice the emotions expressed in other children’s
movement and respond based on their own cultural understanding. When working with children, I have
reflected on how nonverbal behaviors and movement can highlight similarities within children, yet also
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highlight the cultural differences that exist among them. At the time, I was uneducated in how to
understand and respond to what was happening when I noticed these things.
The purpose of this project was to develop a program for CCDOJHS that cultivates cultural
awareness in children in the classroom by using body-based skills and movement inspired from elements
of dance/movement therapy (DMT). By helping children develop skills to increase awareness of their
cultural context a young age, they can begin developing an awareness of the self which may later
translate into cultural intelligence of others. A person’s cultural context is the relationship between
culturally based elements that “shape our mental, emotional, and physical selves and inform our values
and norms” (Allegranti, 2011, p. 487). Cultural intelligence is defined as a person’s capability to adapt
effectively to new cultural contexts and environments, and the individual’s ability to recognize and
function effectively in cultural diversity (Earley & Ang, 2003, p. 59). This includes a person’s mental
intellect and behavior as it relates to their ability to function and adapt to new or multiple cultural
environments. The development of these skills also benefits the children’s social-emotional
development. This social-emotional development program focuses on increasing cultural intelligence
through the fostering of pro-social skills, such as empathy building, awareness of self, feelings
identification, and communication skills. The program’s methods include creative movement, bodybased skills, and art-making.
I intended to provide a platform to help children begin developing an awareness of their own
culture and cultural difference, in the hope that children will cultivate an increased awareness of
sameness and difference. This awareness may then foster empathy towards others and lay the foundation
for a capacity for cultural intelligence for the different socioeconomic statuses, races, religions,
ethnicities, and other cultural components that make up their classroom and world. Cross-cultural
intelligence is defined as the knowledge, skills, and affect/motivation that enable individuals to adapt
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effectively in cross-cultural environments (Abbe, Gulick, & Herman, 2007). This form of intelligence
contributes to intercultural effectiveness, regardless of the particular intersection of cultures (Abbe,
Gulick, & Herman, 2007).
As I reflected on my past observations, I wished to revisit these movement behaviors with the
children of CCDOJ with a more intentional focus. CCDOJ has a rich multicultural background, reflected
in the diverse makeup of the children enrolled in the program. Because of this, I have witnessed and
been informed by staff of the biopsychosocial needs of the different individuals within the program that
were and were not addressed. The staff members stated that they have tried to highlight culture through
dialogue with the children, but my program will bring value to Head Start by using DMT techniques to
address this need. I aim to bridge a gap between children and cultural awareness through movement,
because children often have a hard time communicating verbally and learn best experientially (Tortora,
2005).
Theoretical Orientation
Derived from my own personal beliefs, I used an existential humanistic paradigm, which places
value on every individual’s unique worldview and perspective, while promoting intentionality in the
decisions made in their everyday life (Ivey, D’Andrea, & Ivey, 2012). Keeping my personal belief in
mind, I held a multicultural counseling lens throughout, because I believed each child’s unique cultural
makeup played a critical role in the program. The children can begin exploring their own worldview and
ideas, while identifying cultural sameness and difference within the classroom. Using this approach
allows a counselor to better work within each child’s unique worldview, while honoring their unique
cultural needs along the way. Multicultural counseling can help professionals address some of the
cultural insensitivities that are involved in the counseling process and help counselors be more effective
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(Ivey & Ivey, 2012). Using a developmental approach to counseling is also fundamental to my work,
because it meets the children where they are at developmentally, through use of movement and the body.
DMT Theoretical Influences
My primary influence within the DMT theoretical framework is the leading American
pioneer, Marian Chace. Chace worked from the fundamental theory that every human has a basic
need to communicate and be understood, and she used the medium of dance to fulfill this need
(Chaiklin & Schmais, 1979). Chace achieved this by, “observing and responding to the small
idiosyncratic movements and gestures that contributed to her patient’s emotional expressions…
believing them to be break through verbal expressions and defenses” (Levy, 1988, p. 36).
Chace’s DMT group format. Broken down into three key components, Chace organized
her technique as the warm-up, main event or theme development, and closing reflection, which
each serve their own purpose (Chaiklin & Wengrower, 2015). The warm-up functioned as the
most critical part of the group to smoothly transition clients into wanting to evolve their
movement over the course of a group. The warm-up helps organize the group and the body,
stimulate cognitive processing, facilitate group awareness and interaction, and most importantly
helps the therapist assess the immediate needs of the group.
As a ritual, Chace consciously started and ended each group in a circle, including herself
as a part of the circle while leading, fostering a sense of connection and empathy (Levy, 2005).
Connection and empathy are a core component of this program and a leading framework of my
own work as an aspiring dance/movement therapist. Starting off in a circle allowed clients to
witness and be witnessed by those who share similar and different characteristics, which was
important in helping build self-awareness, finding inroads to acceptance, and rebuilding social
skills (Chaiklin & Wengrower, 2015). I believed the opportunity for each child to look around
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and develop an understanding of each other’s behaviors within the circle was possible. I also
believed a circle formation would help keep me accountable for the children’s safety as it
allowed me to see and contain every child in the group. Even if a child chose not to join or left
the circle, this allowed the therapist to meet the child where they were at in their learning, while
using this information to further their assessment on the progress of the child.
Chaiklin and Schmais (1979) organized Chace’s work during interventions into four main
categories: body action, symbolism, group rhythmic activity, and the therapeutic
relationship. Body action is the physical movement that the children explored, and helped the
children integrate their physical self and identify the relationship between their thoughts and
behaviors. “The change occurs when the patient is ready to allow himself to experience the
action in his body” (Chaiklin & Schmais, 1979, p. 17). This powerful intervention in the body
can lead to change of increased cultural intelligence, through relationship.
Chace also used symbolism to interact with her patients, “Symbolism describes the
process of using imagery, fantasy, recollection, and enactment through a combination of
visualization, verbalization, and dance action” (Levy, 2005, p. 27). Symbolism guides
exploration around thoughts, feelings, and communication for the children in a way that is more
easily accessible and developmentally appropriate. The children were able to process these
various topics through an alternative learning method and with their creativity.
Rhythmic group activity provides a contained structure in which feelings can be shaped,
organized, and released within the secure confines of both the rhythmic action and group
structure (Levy, 2005, p. 26). Rhythmic group activity encouraged patients to connect with their
own bodies (Chaiklin & Schmais, 1979). I incorporate this intervention into the children’s
curriculum for the same reason. Through connection of the body, children can begin to identify
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their own internal thoughts, sensations, and emotions. Lastly, I believe that the reflection/closure
technique helps the children feel more connected to the self and others. Through this technique
the children can ultimately be brought back to the shared collective experience that everyone is
different no matter what they look like. Reviewing and reflecting on the shared experiences in
the group helped highlight acceptance of the differences between individuals.
Fostering a therapeutic relationship is a major component of this framework (Levy,
2005). Chace used her ability to meet each patient where he/she was emotionally, thus
understanding and accepting each patient deeply and genuinely, and ultimately nurturing trust
within them. Connections were made using mirroring techniques, which promoted empathy and
fostered a therapeutic relationship with the client. This connection needs to be made in order for
any client to form trust and want to communicate, including the children of CCDOJ. Sharing
one’s cultural subjective experience can be a vulnerable thing to do, and without trust, the
children may not feel inclined to want to share information with the group or facilitator.
Using elements of this theoretical framework can aid the children in verbally and
nonverbally expressing themselves, so they feel truly seen, met, and understood as they share
their different cultural experiences within the group. I aim to shed light on each individual’s
story to better learn and understand how cultural difference impacts daily life. Chace’s approach
utilizes dance and movement as a mode of interacting, communicating, and expressing, while the
structure of the group inherently organizes the participants (Levy, 2005). Her theory was
extremely impactful to this program as children communicate primarily through behaviors and
nonverbal communication at a young age. The program development was heavily influenced by
her structure in its attempt to foster a strong sense of support, trust, and community for the
children in an organized and systematic way, to address awareness of self and others. The
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structure provided a foundation to build the therapeutic relationship, flow in the sessions, and
stability within the physical layout and order of the group content (Levy, 2005).

DMT Principles
Body awareness is one’s ability to notice subtle body cues through sensitivity and attentiveness
(Mehling et. al., 2011). This awareness helps shape experiences as they relate to emotions, beliefs,
actions, and meaning making. A leading principle is the inherent belief in DMT that all movement is a
form of nonverbal communication (Chaiklin & Schmais, 1979). Similar to Chace’s belief that
communication is a basic human need, I was confident that children have the same need to communicate
and feel understood, but they may have difficulty achieving this through verbal forms of
communication. This program is driven by the belief that movement is an effective vehicle for children
to express themselves.
Another principle that impacts the program is that DMT offers a way to learn experientially and
through the body (Levy, 2005). DMT is movement based and rooted in the idea that the mind and body
are inseparable, learning through the body in this program will inevitably promote growth and change
holistically. Dance is thought to create changes in the human mind by affecting the body first, thus
promoting health and growth physically, emotionally, and spiritually. My goal in developing this
experiential program based on the principles of DMT to stimulate physical, social, and emotional
development with the children.
Conclusion
Because children first learn to communicate nonverbally and then move into verbal
communication, by using body-based techniques and movement to achieve social-emotional
development, I aimed to help them begin to develop an awareness of the self and others.
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McCarthy (2008) stated that this development could later lead to the development of empathy for
cultural intelligence, sameness, and difference. The techniques used in the program were derived
from elements of dance/movement therapy as I aimed to help them begin developing an
awareness of self and others through body-based techniques and movement. Through my
program, my hope was to foster social-emotional development, multicultural understanding of
others, and eventually help foster the ability for children to develop a capacity for empathy for
the different cultures that make up their classroom.

8

Chapter Two: Literature Review
The current literature revealed a substantial gap about the intersection of dance/movement,
children, social-emotional development, and cultural awareness. Although each topic exists
independently, literature on the intersection of the four is not currently supported by research. This
literature review investigates the body of knowledge that already exists around the individual
subjects that informed the development and findings of this program. An examination of the current
literature around social-emotional development of children, cultural intelligence, dance/movement
therapy, and the intersections of these topics is included in this review.
Social-Emotional Development
Social-emotional development includes the child's experience, expression, and
management of emotions and the ability to establish positive and rewarding relationships with
others (Cohen, Clothier, & Poppe, 2005). The development happens through intrapersonal and
interpersonal relationships in their daily lives. Social-emotional development helps the child to:
identify and understand one’s own feelings, accurately read and comprehend emotional states in
others, manage strong emotions and their expression in a constructive manner, regulate one’s
own behavior, develop empathy for others, and establish and maintain relationships (National
Scientific Council on the Developing Child, 2004, p. 2).
Through these learned skills, the child becomes more aware of the self, how to better
understand and manage their emotions, and their overall social skills (Cohen et al., 2005). This
awareness assists children in learning how to navigate social settings and express emotions,
which can positively affect them in numerus ways. Social and emotional development is the
foundation that helps guide a child into their adulthood, so building a strong, well-informed
foundation at a young age can impact the children for the rest of their lives.
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There is a vast body of knowledge suggesting that social and emotional development
plays a critical role in children’s ability to understand and regulate their emotions as they are
developing (Goodgame, 2007; Kornblum, 2002; McCarthy, 2008; Siegel, 2012; Tortora, 2005).
Siegel suggested that emotion serves as a set of processes connecting one mind to another within
interpersonal relationships, and these skills begin to show up in the positive relationships
between caretaker and child from a very young age (Siegel, 2012). By better understanding our
emotions we can create more positive connections to others (Siegel, 2012). These positive
relationships at home can hopefully influence the children to inherently create positive
relationships in the classroom and other contexts.
Bainum (2004) noted how social-emotional development is critical to a child’s overall
health and well-being, shaping and reflecting the developing brain’s wiring and functioning. She
offered that children who learn to identify and manage emotions of self and others can impact
how they interact with others and self-regulate. Banium believed children have a capacity to
achieve this and noted how emotional development is built into the architecture of a young
child’s brain in response to personal experiences, memories, and influences of their environment.
Through the nurturing of skills, children identify alternative behavioral pathways for themselves
and how to navigate relationships with others.
Relationship with caregiver. Inevitably, children look to their caregivers to help them
begin to make sense of what they are experiencing and better understand their own emotions as
they develop (Siegel, 2002; Siegel & Bryson, 2011). From the moment an infant is born, they
interact with their caregivers and these relationships influence the child’s growing sense of self,
how they develop, and how they see the world (Caulfield, 1995). These relationships then
influence later interactions in social settings.
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Mazzone et al. (2017) explored parental emotion-related conversations with children and
the impact that the exposure had on their emotional development. This was done by developing a
parent-report measuring tool to evaluate parent-child emotion-related conversations and then to
examine its links with preschooler’s social and emotional development. Based on this tool for
measuring emotion-related conversations between parents and children, the researchers were
able to find that conversations that used strategies of support or non-support, directly related to
children's social and emotional development and competence.
Siegel and Bryson (2012) carefully noted that the early relationship between caregiver and
child enables children to learn about themselves and their emotions both implicitly and explicitly.
Some attachments have more positive implications for the long-term than others. A secure
attachment developed at an early age helps shape the child’s development, however not all
attachments beneficial (Siegel, 2012). Through attachment the child seeks information and learns
behaviors that shape the way they experience the world.
Awareness of self through social emotional development. Psychologist Erik Erikson
(1998) developed his model 8 Stages of Psychosocial Development, which assumed every person
progressed through specific stages during childhood when developing their sense of self. Erikson
believed these stages are linear and build upon another. The stages are as followed: trust vs.
mistrust, autonomy vs. shame and doubt, initiative vs. guilt, industry vs. inferiority, identification
vs. role confusion, intimacy vs. isolation, generativity vs. stagnation, and ego integrity vs. despair.
Erikson looked at the eight distinct stages and identified the two possible outcomes of each and how
it directly affected the personality and interactions. Erickson acknowledged that when a stage is not
healthily addressed, one may have difficulty completing the next stage and may later develop a
difficulty developing a healthy sense of self, though stages can be re-patterned later in time.
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Siegel (2012) observed the developmental stages following birth, within the context of the
relationship and studied what happens to the brain within those relationships. He explored how
certain events in our past and the way we responded to those events will ultimately shape the way
we respond to similar events that take place in the present moment (Siegel, 2012). He notes how
these events contribute to shaping and strengthening one’s emotional understanding. When a child
is exposed to something good or bad for the first time, particularly something that happens within
the context of the caregiver relationship, the way the child learns to respond becomes a pattern and
over time becomes an automatic response when cued (Siegel & Bryson 2012; Siegel 2012). These
events and relationships directly impact how the caregiver-child relationship and behaviors of the
child may positively or negatively manifest.
Siegel (2012) illuminated how developing an understanding of emotion can help a child
begin to understand who they are. Siegel looked at these early relationships and influences and how
they affected the physical, cognitive, social, and emotional development of children. He explained
how we begin our emotional and social development from birth as we search for attunement and
create a secure attachment with our caregivers. Siegel also noted other influences beyond the
caregiver's relationship that assists in framing a child’s worldview as they get older. These
relationships include the interactions with other family members and social settings in the
classroom. This relationship during this important developmental stage begins to set up the way a
child begins to understand their emotions. Whether from a healthy or distressing relationship, what
is modeled will eventually become imprinted in the child’s memory.
Music (2011) provided research and evidence that showed how humans are born with
capacities to relate to others immediately after birth, and the importance of early caregiving on
social and emotional development impact their ability to understand their emotions. Emotional
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understanding is the precursor to empathy and a lot can be understood about a child's empathic
capacity based on their development. Music investigated how both hereditary influences and
environmental experiences played a large role in shaping our emotional understanding as children.
Using attachment theory as a framework to understand how emotions are developed, he
investigated how children learned to express emotions before the development of words. His theory
suggests that our experiences and memories are stored in words, become symbols stored in our
brain, and allow for self-reflection. The ability to self-reflect can lead a child to develop a sense of
self, which can help deepen the emotional understanding of the self.
Nonverbal communication and self-expression through social-emotional development.
The first way children learn to communicate is nonverbally (Tortora, 2014). Nonverbal
communication can provide information about a child’s social, emotional, cognitive, and
communicative development. The body can help highlight nonverbal cues in children that become
clues about their emotional, social, physical, communicative, and cognitive development (Tortora,
2005). Research in early childhood development and psychology places value on nonverbal
expressions and interactions (Tortora, 2005). Through the acknowledgment and re-patterning of
movement and nonverbal cues, these developmental areas can be strengthened.
Tortora (2005) expressed the importance of assessing these nonverbal expressions, as a
means of connecting with children and strengthening their development. She put an emphasis on
why movement is important in a classroom setting. Tortora stated that, “introducing creative
movement activities into an early childhood classroom curriculum can simultaneously provide
avenues to strengthen children’s cognitive learning while managing developmentally appropriate
practices… in a way that brings academic pressures and realistic abilities of young children into
balance” (2005, p. 41). Although it may not be possible to add movement into an already rigid
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curriculum, Tortora emphasized that it is helpful for teachers to learn how to include nonverbal
elements in everyday activities to promote social and emotional development (2005).
Similarly, Solvig (2010) used components of the Chacian framework and the responsive
classroom educational approach to teaching and learning in order to aid children with social and
behavioral deficits. These approaches were combined with the intention of preventing and
confronting violence and aggression in the classroom. The responsive classroom approach
emphasizes the need for social, emotional, and academic skills for children to learn effectively
(Solvig, 2010). Through combining the responsive classroom approach with the Chacian DMT
approach, the techniques for violence prevention are integrated in the body and mind.
Using movement, dance, and therapeutic dance activities with youth who are
experiencing difficulties with development of expression and communication has been shown to
build trust, self-esteem, and confidence (Goodgame, 2007). Goodgame used movement and
therapeutic dance to explore expression with youth in residential schools in Estonia and to
enhance social, emotional, and behavioral development. Therapeutic dance and movement
allowed for youth to creatively explore topics that both relate to culture and cognitive, social,
emotional, and physical development (Goodgame, 2007). The use of dance and therapeutic
movement encourages creativity and uses a holistic approach to explore a range of issues related
to personal and social development (Goodgame, 2007). Results showed positive change in
confidence, trust abilities, and self-esteem in the youth involved. Through the use of creative
movement and the body, sameness and difference can be explored to develop an awareness of
one’s own culture and what makes us who we are.
Development of empathy through social-emotional development. In reviewing the
literature, it is appropriate to conclude that developing empathy begins when a child is first born
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and takes in stimuli from the outside world (Siegel 2012; Siegel & Bryson, 2011). The initial
experiences infants have with their caregivers in their first few years ultimately shape the way
they understand their emotions today. Empathy is when one person is able to see, understand,
and be with one another; attempting to experience what the other person feels (Chaiklin &
Wengrower, 2016). Children who are developing emotional understanding are able to feel with
another child, while still maintaining the self, by internally recognizing their own shared
emotions and experience during the event (Chaiklin & Wengrower, 2016). This skill can benefit
children in a social setting by helping create connection through understanding.
Kinesthetic empathy comes from an emotional reaction derived both from observing and
from experiencing another’s movement (Tortora, 2005). Miriam Rosin Berger (1956) explained
that kinesthetic empathy is the ability to perceive emotional behaviors in others and immediately
experience it within our own bodies (Berger, 1972, p. 170). How empathy is developed or
understood will inevitably look different to children based on their biopsychosocial-cultural
information, beliefs, and upbringing. From a young age, children all have unique cultural
backgrounds, which shapes their own ideas of understanding cultural diversity (Quappe &
Cantatore, 2007).
Cultural Awareness
Quappe and Cantatore (2007) stated that one must develop an awareness of the self, before
one can develop a cultural awareness. Although their theory applies to adults, it can translate to
children as they also develop skills that lead to a better awareness of the self. Quappe and Cantatore
highlighted that “cultural awareness is the foundation of communication and it involves the ability
of standing back from ourselves and becoming aware of our cultural values, beliefs and
perceptions” (2007, p. 1). Through this awareness, one is able to recognize how their perspective
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and understanding of the world has developed. Through an awareness of our own culture, we can
begin to acknowledge the difference of other cultures and how this difference impacts our
relationships. They consider how being aware of cultural difference is crucial when communicating
and how messages received will be interpreted differently because of cultural differences. The two
noted how misinterpretations occur primarily when we lack awareness of our own behavioral rules
and project them on others.
Quappe and Cantatore (2007) validated that this is not an easy awareness to develop, as our
culture is not conscious to us and shapes the way we exist within the world. They identified steps to
help acknowledge and develop this awareness in a more explicit way, such as “Admit that you
don’t know, suspend judgments, have empathy, systematically check your assumptions, become
comfortable with ambiguity, and celebrate diversity” (p. 1). Once developed, Quappe and Cantatore
elaborate on the importance of increasing both self-awareness and cross-cultural awareness to later
help manage cultural diversity.
Through the development of one’s own cultural awareness, one can begin to understand that
cultural diversity is present in every part of our society. Using the lens of history and present pop
culture, Parvis (2013) explained to his audience how the development of awareness of cultural
diversity is critical in today’s world. He acknowledged that in our society, being aware of diversity
is a necessity, as it impacts our perception of the world, how we communicate, and ultimately
shapes the way a society functions. He looked at the different cultures within the United States to
help us better understand how to function amongst cultural diversity. Parvis (2013) suggested that
in order to be successful in social life and business within our country, we must look at cultural
diversity and develop cultural intelligence as a means of growth and a way to sustain harmony
within our nation.
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Cultural diversity. Researchers agree that cultural intelligence is an individual’s ability to
recognize and function effectively in cultural diversity (Ang & Van Dyne, 2009; Bhagat, 2006;
Early & Ang, 2003; Hogan, 2013; Livermore, 2001). Early and Ang (2003) suggested that cues and
behaviors that may be easily understood in one culture may have different meaning in another
culture. Misunderstandings pertaining to cultural difference can lead to difficulties and conflict
when not addressed.
Souto-Manning (2013) looked at the importance of teaching cultural diversity in early
childhood classrooms. Souto-Manning provided a developmentally appropriate framework for
children, from preschool to second grade, to learn about themselves in relation to others who are
different than them. She explained how multicultural education aims to respect the humanity of
every person, by using teachers’ and children’s personal and practical knowledge as a foundation
for promoting change in early childhood settings, which carries on with each child later in life
(Souto-Manning, 2013). Souto-Manning provided practical viewpoints and approaches that elicit
ways for teachers to engage in multicultural education with students. She did this through strategies
of encouraging and supporting children to ask questions, storytelling and acting, reflection, and
other ways of using multicultural education as a framework (Souto-Manning, 2013).
Similar to Souto-Manning, Hogan (2013) illustrated tangible skills for adults to use in order
to develop effective cultural intelligence. Though his workbook is meant for adults, these skills can
translate to children as well. He focused on the following skills: identifying and understanding
diverse cultures, including personal cultures; learning the barriers to effective communication
amongst different cultures; practicing personal cultural competencies, such as dialogue and conflictrecovery; and designing and implementing organizational changes to foster diversity competence.
He suggested that by developing each skill, an increase in cultural awareness and understanding of
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difference can occur, while fostering effective interpersonal techniques and change strategies.
Hogan suggested that developing these skills aids in effectively understanding that diversity and
difference exists within cultures.
Cultural diversity can be a hindering factor when not addressed and explored, and one must
take active measures to highlight the importance of difference. With the goal of developing
intelligence across difference cultures, Earley and Ang (2003) invited their readers to adjust and
develop their own cultural intelligence by looking at a person’s cultural cognition, motivations, and
behaviors. The two suggested that when developing cultural intelligence across cultures one must
keep in mind differences in perceptions across culture, the effects of these differences, and possible
ways of interacting with those cultural differences (Earley & Ang, 2003).
Dance/Movement Therapy
Using the body and movement as nonverbal communication can help reflect one’s
internal emotional state, while each change in movement can lead to change in the psych (Levy,
1988). This specific type of therapy encourages self-expression and self-exploration while
creating communication between the body and mind, and grounds itself in the theory that the
body and mind are inseparable. Thus, looking at the children’s behaviors and movement can help
gain better insight on what is happening internally for them, while using movement to stimulate
change and growth in certain feelings and behaviors. Observing and analyzing movement allows
the dance/movement therapist to help the child access inner feelings that the therapist can then
work with from a developmental standpoint, which can ultimately impact how a child begins to
identify and express (American Dance Therapy Association [ADTA], 2016; McCarthy, 2008;
Tortora, 2014). These nonverbal movement cues, patterns, and behaviors can give equal
information about a child’s social, emotional, cognitive and communicative development.

18

DMT across cultures. Hervey & Stuart (2012) looked at dance/movement therapists and
how they implemented DMT across multiple cultures, languages, and racial-ethnic differences.
They identified this through developing self-awareness, cultural congruence, and mutuality while
aiming to eliminate cultural bias and assumptions (Hervey & Stuart, 2012). They pointed out
how personal historical, cultural, and social understanding of dance and DMT must be
challenged and explored, in order to effectively explore multicultural difference and make
programs as unbiased as possible. They encouraged working with different cultures to
continuously limit stereotyping, prejudice, or false assumptions based on personal beliefs. To
meet the need of inclusion of cultural diversity, knowledge, and dialogue must be continuously
engaged. One must look at several cultural identifiers, such as gender, sexual identity, race,
ethnicity, culture, and class to see how they shape each child and how those identifiers impact
them in the classroom.
DMT inspired programs and pro-social skill development. There are many DMT
influenced programs that use movement to promote pro-social behaviors and social emotional
development. Levy (1988) noted how use of the body and movement as nonverbal communication
can help reflect one’s internal emotional state, while each change in movement can lead to change
in the psyche. Thus, through the DMT inspired program, a body-based change can occur and cause
shifts in the mind. DMT is also used to establish healthy relationships through interpersonal activity
and group work, increase awareness of the self, facilitate positive growth, and assist in
development.
The literature supports that nonverbal communication is primary form of communication
through early childhood development, including nonverbal movement cues, patterns, and behaviors
(Tortora, 2014). Using elements derived from DMT such as mirroring, witnessing movement,
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kinesthetic empathy, and the therapeutic relationship can elicit change through the body (Levy,
1988). Observing and analyzing movement that incorporates DMT allows the therapist to meet the
child where they are developmentally, which can impact how children begin to identify and express
their emotions, awareness of self and others, and culture (ADTA, 2016). McCarthy (2008) looked at
different therapists and researchers that have used DMT as an intervention, how it helped children
begin to access inner feelings, and allowed the therapist to work in a way that aligned with the
child’s age and abilities. Because DMT is a psychotherapy that integrates the body, mind, and
spirit, it can be very effective for children. Starting from the beginning of life, emotions manifest as
body sensations, and using the body to explore our emotions can be a powerful tool (McCarthy,
2008, p. 100).
Kornblum (2002) taught pro-social skills and fostered social emotional development in
children. She implemented a school-based violence prevention curriculum entitled Disarming the
Playground that fosters the development of skills in children necessary to help keep schools safe.
Inspired from elements of DMT, this program is executed through the use of creative movement
activities and follow-up discussions, organized in a teachers’ manual and activity workbook. The
program consists of the following: spatial awareness, self-control and stress management,
awareness of and response to danger, pro-active interventions, anger management, and empathy
building (Kornblum, 2002). This awareness in children can ultimately foster the support needed for
children to be able to understand, communicate, and strengthen emotional understanding, which is
vital to the beginning stages of developing empathy (Kornblum, 2002).
After Kornblum implemented the curriculum, she and external evaluator Hervey evaluated the
program to see if any significant changes in behaviors around violence in schools had been impacted
(2006). Through their research, they concluded that a significant reduction in those behaviors had
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occurred through a body-based approach that addressed social-emotional development skills (Hervey &
Kornblum, 2006). Hervey and Kornblum (2006) evaluated the curriculum’s ability to foster socialemotional development through pro-social skill development by using an assessment tool with pre- and
post-tests for the behavior of the children. Findings suggested positive outcomes of the program’s
effectiveness on social emotional development. They also critically examined methods and considered
ways to improve the evaluation and curriculum.
Beardall, Bergman, and Surrey (2007) created the program Making Connections, which builds
community through relationship and open dialogue around gender in schools. The purpose of the
program is to “create an optimal relational and cultural context for growth in which disconnections can
be named, challenged, and transformed in order to build healthier connections” (Beardall et al., 2007, p.
1). Through this program, children develop the skill of acknowledging how they are unique individuals,
while building and developing empathy for others. This is achieved by encouraging students to
recognize their authentic and unique experiences, while developing empathy within the relationships
that make up their community. Through the acknowledgement of difference, people can begin to see a
person’s situation and develop a way to attempt to experience what that person feels (Chaiklin and
Wengrower, 2016).
PEACE Through Dance/Movement Therapy (2003) is a research-based violence prevention
program within multicultural elementary populations that aids in the fostering of social-emotional
development through its curriculum. The program aimed to engage children in movement, creativity,
and discussion while mitigating violence in the elementary classroom (Koshland, 2003). Similar to
Kornblum (2002), the program promotes violence prevention through the use of skills derived from
techniques in DMT, movement, and pro-social skills; focusing on socialization and engagement of
children in creative, problem-solving experiences (Koshland, 2003). In a later evaluation of the program,
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Koshland (2003) found this approach was effective in reducing aggressive behaviors. She concluded the
classroom observations showed a significant decrease in the frequency of negative behaviors, however,
there was not significant increase in pro-social behaviors.
Development of empathy in the classroom through DMT inspired programs.
According to Kornblum (2002), there is a need for children to develop the ability to feel empathy
for others. Empathy is an important skill learned through social-emotional development which
can be developed through prosocial skill learning (Cohen et al., 2005). When looking at children,
one can acknowledge that developing children’s empathic response can impact the way they
present themselves to the world. Different ways of strengthening children’s ability to empathize
can impact the way they function in life and connect with others in their environment
(Kornblum, 2002). Kornblum’s curriculum can be used to assess how children can improve their
empathetic response and create safety within the world, particularly the classroom (2012).
Kornblum (2012) addressed how being proactive about teaching children coping skills and
behaviors can lead to the development of empathy which results in peace rather than violence.
Similarly, Sierksma (2014) explored the effects of inducing empathetic understanding in children
with the intention of children helping others that are both in and outside of their immediate friend
group. Her body of work suggests how empathy can lead to positive intergroup relations
(Sierksma, 2014).
Conclusion
Currently available research suggests that children must develop the skills necessary to increase
awareness of the self and emotions (ADTA, 2016; Kornblum, 2002; McCarthy, 2008; Siegel, 2012;
Tortora, 2014). Instilling this in children at a young age through the development of social-emotional
skills and self-expression may lead to how the child sees and walks through the world. Through this self-
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discovery, one can begin to understand that their culture is a small component to the collection of
cultures that make up our society. Through an acknowledgment of the self and what makes a person
unique, they can begin to conceptualize that each individual in our society also has uniqueness and
differences that shape the way they interact in the world. Through the differentiation of information that
we all are uniquely made up of, both visible and invisible cultural components, we can begin to integrate
a common shared experience of our differences.
Through dance/movement therapy techniques, exploration of difference through movement cues,
prosocial skill development, and shifts in behaviors can occur by bringing awareness to these differences
and solidify the behaviors that feel positively impactful to the self, while re-patterning the ones that feel
negatively impactful to accepting difference. Using creative movement and dance as a way to
communicate with children can be a fun and meaningful while bringing new knowledge around culture
to the classroom. Through the program I have developed, there is an opportunity for children to explore
creativity while having the support of peers and staff.
Though research of each topic exists independently, there is very little research that integrates
creating cultural awareness, empathy, and cultural intelligence in children in the classroom, through
body-based skills, movement, and techniques derived from DMT and prosocial skill development. I aim
to bridge a gap in the literature by demonstrating the importance of exposure at a young age. My
rationale for this is that as children are fixated on patterns of sameness at a young age, by developing the
ability to recognize patterns of difference, they can become familiar and accepting of difference. My
program aims to help develop the ability to understand patterns of difference cognitively, in a way that
highlights acceptance of the uniqueness of children within a classroom setting.

23

Chapter Three: Model and Process
Methodology
The purpose of this program for CCDOJHS was to develop cultural intelligence by
fostering pro-social skills, such as empathy building, awareness of self, feelings identification
and communication skills. The methods used were creative movement, body-based skills and
movement inspired from elements of DMT, and art-making. The logic model theory was used to
develop this program, which is a systematic and visual way to present and share an
understanding of the relationships among the resources needed to operate a program, the
activities planned, and the desired changes or results (W.K. Kellogg Foundation, 1988). The
model organizes itself into specific categories: resources/inputs, activities, outputs, outcomes,
and impact. The clear categories in this model provide a structure that allows for identification of
any limitations or external factors unforeseen by the developer of the program (W.K. Kellogg
Foundation, 1998).
I chose this model because I believed it would be a helpful tool for clearly planning the
stages of the program. This model assisted me in organizing and systematizing the program
planning, management, and evaluation stages of the development. “The logic model shows the
logical relationships among the resources that are invested, the activities that take place, and the
benefits or changes that result” (University of Wisconsin-Extension, 2003, p. 11). The logic
model structure aided me in defining the boundaries and expectations of the program, and
tracking changes among children and CCDOJ as an organization that were expected to result
from the development of the program.
This model helped me to clearly see what resources were necessary to design and
implement the program. The model highlights expectations and assumptions made by the
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developer that are grounded in the particular individual’s theoretical approach (W. K. Kellogg
Foundation, 1998). Lastly, this model helped organize my program with clarity, so future
implementations of the program can occur. The duration of this chapter looks at how each
component was developed and how it helped to further develop the conditions necessary for the
program.
Collaborators. I invited early childhood development specialists of CCDOJHS,
caregivers of CCDOJHS, and a dance/movement therapist because of specific knowledge and
expertise. Both collaborators from CCDOJHS were trained in early childhood development and
the dance/movement therapist was well-versed in creative movement with children.
Collaborators were recruited from my workplace and CCDOJHS. Recruitment informally began
with conversations about the program, my intention around the program, and what role the
collaborators would play. Afterwards, the collaborators were given 24 hours to assess the
program and decide if they wanted to contribute. They were asked to call back to confirm or
deny and asked to sign an informal consent form if they agreed to participate (see Appendix C). I
gained insight from their personal and professional experiences, which helped to influence and
provide perspective for the program.
Information gathering and interpretation. Collaboration took place via FaceTime,
phone, and face-to-face interviews at CCDOJHS or their workplace. Collaborators were asked to
dedicate themselves to a 30 to 60-minute meeting once per week for four weeks. A questionnaire
was administered for collaborators to complete (see Appendix D), and the information gathered
from round one questionnaire inspired a second round. Interpretation of information and the
creation of the logic model occurred privately in my home.
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Information was gathered through two rounds of a questionnaire (see Appendix D) and
follow-up interview using the Delphi Method. The Delphi method is a form of qualitative data
gathering with the intention of reaching a consensus among experts (Hsu & Sandford, 2007). I
recorded notes on the information from the in-person or FaceTime interviews, which I stored in a
private file cabinet in a locked room at CCDOJHS for later use. I created a file to store the
responses to any questions in a document, which aided in creating the second round of questions
that were sent to the collaborators. The Delphi method requires that the first round consist of
broad questions which narrow into more specific questions, and was followed by drafts of the
program logic model and feedback in the final round (Hsu & Sandford, 2007). Through the
feedback gathered from the both rounds, I was able to anticipate the information needed to
continue the development of this program.
Setting of Program
Catholic Charities of Diocese of Joliet Head Start is a rich and multifaceted organization
when considering the different families composed of many cultural aspects that make up the
school. The general demographics of the families that make of the community of CCDOJHS are
a mix of married and single parent families, low income workers, and mixed race households.
The culture of CCDOJHS is inherently multicultural in nature, assisting the belief that this is an
appropriate place to implement the program. The physical layout of the classroom is large and
open for the children to maximize their capacity to move. Materials are neatly placed in the
space and a large rug is available to be put in the middle of the space for the children to use for
circle time processing. For the purpose of this program, I was given permission by the Director
of Early Childhood services and Head Start to use the name of Catholic Charities of Diocese of
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Joliet Head Start or the acronym CCDOJHS, with the intention of implementation (see Appendix
A).
Situation
The situation may be articulated as the problem or issue that the program is looking to
address (University of Wisconsin-Extension, 2003). Properly identifying the situation is a critical
component of developing the program. Prior to learning about this model, through my thesis
proposal, I addressed the problem and target population. The situation is that most children at a
young age are not developing an awareness of cultural intelligence, because they are not being
taught the social and emotional skills needed to effectively function amongst sameness and
difference. Who can potentially benefit from the implementation of this program may include:
CCDOJ directors, school officials, clinicians who are also well versed in prosocial/emotional
development of children, parents of the children, and early childhood development institutions.
Priorities. We often cannot attend to the whole situation, hence setting priorities can
assist in a more focused identification of the desired outcome (University of WisconsinExtension, 2003). Because I was unable to tackle the entirety of the issue, I had to prioritize the
immediate needs in order to create a focus of the program. For the purpose of this program, the
priority setting will be the situation: developing social-emotional capacity for awareness of self
and others. The exploration of sameness and difference in the cultural context of the classroom
through creative movement-based methods of instruction is a priority. This is a priority because
movement can address the various learning needs of children and can be more developmentally
appropriate.

Inputs
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The inputs are the resources and contributions that the researcher and others make to the
effort, which allow for the creation of outputs. Inputs may include time, people (staff,
volunteers), money, location, number of participants, materials, equipment, partnerships,
research base, and technology among other things (University of Wisconsin-Extension, 2003).
During round one of my questionnaire and semi-structured interviews, inputs were addressed.
Based on the information gathered, the program would cater to children aged five and six in the
kindergarten program at CCDOJHS. The program was offered once a week during the weekdays
and takes place in the morning before snack and nap time. Parental awareness and involvement
was highly encouraged through an orientation put on by the facilitator, which directly explained
the program.
The facilitator needs to have credentials in dance/movement therapy, education and
experience in early childhood development, and a sense of cultural awareness and understanding
in their own cultural identifiers. Suggested staff included dance/movement therapists, clinicians,
teachers, caregivers, and other early childhood development professionals and volunteers.
Funding was also an important input, as there were materials needed to help the success of the
program. Future programs will need funding for: music, music players, CCDOJHS approved
camera, instruments, and art supplies. The collaborators and I believed that CCDOJHS could be
the direct source of funding for the program. Most inputs are all currently funded resources at
CCDOJHS that could be cross-utilized for the program.
Outputs
Outputs are defined as the “activities, services, events, and products that reach the people
who participate or who are targeted and can include workshops, services, conferences,
community surveys, facilitation, etc.” (University of Wisconsin-Extension, 2003, p. 41). The
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activities were designed for 10 to 12 children ages five and six in the CCDOJHS classroom. The
activities consist of body-based skills and creative movement, experientials, education, and
discussion. The service of increasing the children’s, staff’s, and parents’ knowledge of the many
cultures that exist within the classroom was also inherently ingrained in the structure of the
program.
Outcomes
Outcomes look at the specific changes that result from the program, “Outcomes are the
direct results or benefits for individuals, families, groups, communities, organizations, or systems
which include change in knowledge, skill development, changes in behavior, capacity or
decision making, and policy development” (University of Wisconsin-Extension, 2003, p. 41).
Identification of outcomes assist with illuminating the benefits that come from the development
and implementation of a program. The logic model consists of the short, medium, and long-term
outcomes building on each other. Short-term outcomes of this program are:


Increased body awareness



Increased awareness of others



Increased social development through interpersonal interactivity and developing of
social relationships



Increased awareness and understanding of sameness and difference



Increased communication skills



Development of coping skills



Increased use of nonverbal communication skills

The mid to long-term outcomes are as followed:
1. Social-emotional development through:
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Self-awareness including emotion, body, and culture



Self-Expression



Empathy building



Cultural awareness

2. Fostering cultural intelligence
With this program, CCDOJ can grow and expand in how the organization explores social,
emotional, and cognitive development of children within the classroom. Through deepening this
understanding, those involved can begin to create opportunities to foster connection within the
classroom. When we see uniqueness from a perspective of curiosity, we find it less intimidating.
By developing social and emotional learning through helping the participants value sameness
and difference within the classroom while they are young, perhaps the grouping and labeling
people as other which is seen largely in our society today, can be avoided. They may also
develop a stronger connection to their own culture and develop the interpersonal skills needed to
effectively learn about cultures that they do not identify with.
External Factors and Assumptions
The external factors include the conditions that influence program success, which the
program has relatively little control (University of Wisconsin-Extension, 2003). The cultural
milieu of the classroom greatly affects the program effectiveness, although it may be beyond the
control of CCDOJ. A variety of both visible and invisible cultural difference must be present in
the classroom being worked with to effectively highlight the situation, but cannot necessarily be
guaranteed. This means that children who have both cultural identifiers that are noticeable and
unnoticeable are encouraged.
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An external factor that I anticipate is the role of the parents and guardians of the children
involved. I believe their attitude toward the program would greatly impact the children’s
responsiveness towards it. Children may not express interest in the program on their own, so the
parents’ and guardians’ motivation toward the program would be extremely impressionable on
the children. External influencing factors such as the parents’ own understanding and awareness
of self, others, and culture will be present, which could impact the results of the program. With
this in mind, the facilitator needs to hold an informational session for the parents and guardians
of the children prior to the start of the program.
Ethical Considerations
I needed to consider the continued support of inputs, such as the setting of the program,
support from teachers/staff/volunteers, and the availability of facilitators that meet the
requirement to facilitate the program. For the children, some ethical considerations may be:
What are the different neighborhoods that the children of CCDOJ come from? What are the
races, ethnicities, religions, and socioeconomic backgrounds that will be making up the culture
of the program? Thinking about how Catholicism is part of their programming in many ways,
how might my program foster religious diversity within the system? Do the socioeconomic
classes within the program vary and do children within the demographics of the school have
access to the means necessary to make it to school every day and be part of the program
routinely? Do the families within CCDOJ’s political environment differ?
Program
This program was designed to be led by a qualified facilitator who work directly in the
classroom with children. The program is suitable for children ages five and six years old,
although it can be adapted for younger and older children as well. It is recommended that the
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program be implemented with groups of 12 children at a time or less, and would take place in the
classroom at Catholic Charities Diocese of Joliet Head Start program. The program would need
to run when the children are in small groups for their morning lesson plan.
This program is designed to run eight consecutive weeks over the summer when the
curriculum can be made a priority. The duration of each lesson is 45 to 60 minutes, depending on
the attention span of the children. The lessons are scheduled in the morning before snack and nap
time. Each session consists of a different topic while also applying what was learned in the prior
session. Each topic was designed to keep the focus on cultural intelligence as a social-emotional
factor and serve as a means of inspiration and guidance.
The facilitator will hold an informative orientation for the parents, guardians, and
teachers of the children before the start of the program. By establishing this orientation, the
facilitator will attempt to boost the attitude, moral, and contributions of the parents and
guardians. The facilitator will design a flyer that will be sent out to the parents of each
participant, including a short description of the program, details about the orientation, and the
facilitator’s name and contact information to welcome any and all questions, comments, or
concerns. At the orientation, teachers of CCDOJHS will be encouraged to read through the flyer
with the parents of the participants and explain the purpose and their role within the developing
program. Parents and guardians will be encouraged to contact the lead facilitator with any
questions at all times prior to, during, or after the program.
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Chapter Four: Program

The ABCs of
Understanding
A social-emotional development program using body-based skills and creative movement with
children in the classroom to promote cultural intelligence

Designed for the children in the Head Start classroom, to be facilitated by a dance/movement
therapist in collaboration with teachers and staff who are well versed with Catholic Charities
Head Start, have developed understanding of cultural awareness in others and self, and have
training in early childhood development and social/emotional learning in children.

Natiya Reggans

©Natiya Reggans, 2018. NOT TO BE USED, COPIED OR REPLICATED WITHOUT
EXPLICIT PERMISSION FROM AUTHOR
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Introduction
Hello, my name is Natiya Reggans. I graduated from Columbia College Chicago in 2018,
and am currently residing in Evanston, IL, USA. I have a solid connection to Catholic Charities
Head Start Diocese of Joliet (CCDOJHS), as I implemented a children’s creative movement
program at CCDOJHS in the summer of 2010. I have worked extensively with children of many
different cultures and developed an understanding of their body and movement. During this time,
I learned a lot about the different cultures that make up the culture of Catholic Charities Head
Start Diocese of Joliet along with skills that helped me be an influential leader in modeling
healthy relationships. This program was created with the help of collaborators who are
dance/movement therapists, early childhood development specialists, and caregivers of the
children of CCDOJHS. Through this work I gained a strong passion and curiosity around how I
can aid the children’s classroom in being more open and willing to explore the different cultures
within it.
Who can facilitate the ABCs of Understanding?
The ABCs of Understanding program is designed for the children of CC ages five to six
years old in the classroom. Facilitators of this program should be dance/movement therapists
who are well versed with Catholic Charities Head Start, have developed an understanding of
cultural awareness in others and self, and have training in early childhood development and
social/emotional learning in children. This is an education-based program offered by a
dance/movement therapist in an educator role. These facilitators will use their skills as a
dance/movement therapist and dance/movement therapy techniques within the curriculum,
however this is not a therapy program. Teachers and caregivers are expected to engage as an
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extra form of support in the room for the facilitator. Teachers and caregivers are defined as
anyone who has direct access to the children and provide care, education, and guidance to the
children. Caregivers may include social workers, room aids, teachers, counselors, or child
advocates.
Why was the ABCs of Understanding Developed?
This program was developed to address the different social-emotional developmental
needs that are present in a child’s classroom. I believe there is a direct need for children to learn
self-awareness, self-expression, and cultural awareness. I believe this program is timely to the
cultural topics and issues that are happening in today’s world. My aim is to help children to
develop awareness at a young age, so that this knowledge can become the foundation for how
they develop empathy and how they see the world as they grow, thus shaping how they
understand relationships with others and develop cultural intelligence.
How was the ABCs of Understanding Developed?
In April 2018, I began talking with specific teachers and professionals including
dance/movement therapists, who work or have experience in working with children in the
classroom. These people became my collaborators for the project, helping me collect information
that was relevant to developing the program and structuring it in a way that was fitting to the
children and the setting. Through questionnaires and interviews, I obtained information that
helped me to develop this child-friendly, body–based skills and movement curriculum. Through
these interviews and questionnaires, I collected commonalities that both the teachers and
dance/movement therapists suggested would benefit the children when learning. Through the
information collected and my past experience of working directly with the children of
CCDOJHS as a creative movement director, I began to see what was needed to accurately design
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an effective program specifically for the culture of the classroom.

The Goals of the ABCs of Understanding Program:
Short-term goals of the program are as followed:


Increased body awareness



Increased awareness of others



Increased social development through interpersonal interactivity and developing of
social relationships



Increased awareness and understanding of sameness and difference



Increased communication skills



Development of coping skills



Increased use of nonverbal communication skills

The mid to long-term goals are as followed:
1. Social-emotional development through:


Self-awareness including emotion, body, and culture



Self-Expression



Empathy building



Cultural awareness

2. Fostering cultural intelligence
How Can Creativity and Movement Help Increase Cultural Intelligence in Children?
Learning through an experiential and exploration through movement is a great way for
children to learn, as they often are stronger in nonverbal communication than they are verbally at
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this age. The ABCs of Understanding uses dance, body-based techniques, art activities, props,
and techniques of social-emotional development as a way to help facilitate this understanding.
Because a five or six-year old’s current developmental stage can affect the effectiveness of
verbal communication; using creative mediums can feel more comfortable and help them better
understand difficult topics. What is really cool about this program is that there is so much work
being done implicitly and it is fun for the kids! If the children are having fun and being receptive
to the other children, the program is going well!
How Much Time is Invested in This Program and How Often is It Run?
Based on the feedback from my collaborators, an eight-week repeatable program was
created. The program is meant to be executed once a week for 45 to 60 minutes per session,
which may vary based on the children’s needs each week. The program will run before snack
and nap time, when the children are split into smaller groups for their lesson plan. 10 to 12
children will be in one program group. This program is designed to enhance the curriculum that
CCDOJHS is working on with the children, so adding in your own curriculum on the days off
that parallel to the program would be more than welcome.
Safety Concerns and Expectations
Safety of all children involved is a top priority in implementing the ABCs of
Understanding program. The facilitator running the program must create a safe environment for
the children. The room in which the group will be held should be a large, clean space that is free
from clutter. This may mean that the facilitator will have to plan ahead for some preparation time
to move desks or chairs, and disinfect the area where the children will be sitting when the
children exit the room. The room should be a private room where no one outside of the program
is able to enter or exit. Make sure that the children get a drink of water and use the bathroom
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before circle time begins. This will help to eliminate starting/stopping and entering/leaving,
keeping the kids as present and focused on the program as possible.
Ideally, all teachers and staff will participate and/or observe the program to assist or offer
support. Because the sessions always start in a circle, it is important that the space chosen to run
the program is large enough to fit all children and staff that will be participating. If there is
enough room for the children, you, and the caregivers to move freely, it is large enough for the
children. Please collect any journals, artwork, or written things that are created at the end of each
group session. We want to ensure that whatever is said, created, or moved does not leave the
space, for the protection of the children’s privacy and confidentiality.
As important as physical safety of the children, the emotional safety of the children is
also critical. To ensure this, all facilitators and staff involved must be free from any distractions
and focused on the children and lesson. The children should be able to sense that the facilitator
and staff involved are invested and engaged in to each child and their needs. This allows the
children to feel safe, while feeling the support of the caregiver around them. A way for you to
prepare yourself to be present is to take some deep breathers, notice your feet and push them into
the floor to ground you to the earth, let go of any judgements or expectations that may be coming
up internally about the kids or yourself, and try to remain open and relaxed in your posture.
Reiterating the rules and expectations of the program is also a great way to keep the children
emotionally safe, by setting limits and boundaries that the kids can uphold with one another. To
build/maintain the trust of each child, it is important that the facilitator and staff involved are
consistent. If the children see the same face each week, it will help them know that they are safe
and that they have built a relationship with this person(s).
How to Start and End the Program?
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The program should begin and end with circle time for the children. The circle helps the
kids to feel the support of each classmate, allows the lead facilitator to see each child, and
provides structure within the classroom. In the very beginning, I suggest starting off by
reiterating who you are and explaining that they are here to learn about each other in the
classroom. Ideally, the children should help you to identify the rules and expectations of the
program, however, this may not happen on the first round of the program. For the first round, the
following rules are great places to start:
1. Keep our hands in our lap, clap clap! (This is to prevent touching of others. Have kids
chant this and after they say lap, have them clap their hands twice). If touch is necessary,
for an activity, educate the children on how to get permission from their partner to use
touch.
2. Tell the teacher (facilitator) if you don't understand or need help.
3. Be creative and have fun!
Once expectations have been set, have each child put their hand in the middle of the
circle in agreement that they understand and want to participate. Perhaps count 1, 2, 3 and they
all yell “ABCs of Understanding,” as a way to identify that they are all wanting to participate.
Make sure to explain the name and point of the program in child-friendly way (The ABCs of
Understanding helps us to see how we are all similar and different from each other, and why
that’s okay!). From there, start with a check-in by going around the circle and using the feelings
chart (see Program Appendix C ), which shows pictures of different feelings the children may be
experiencing in that present moment. Go around the circle asking each child to say their name
and point to or name which image they are feeling right now. Once check-in has finished, you
will be ready to begin the activities in the curriculum.
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Structure of the ABCs of Understanding
The ABCs of Understanding is a repeatable eight-week curriculum. The first chapter
outlines the introduction and everything you will need to know in order to prepare for the
program. The next eight chapters go into specific detail about how to facilitate each week’s topic
and activity. It is imperative that the facilitator read the first chapter before diving into the
program, as it allows the reader to fully understand what the program entails.
Outlined, the structure is as followed:
1. Prepare the space, allow 10 to 15 minutes prior to program start time. Facilitator should
be in the room before children enter.
2. Invite children into the room, using eye contact and greet each child warmly by name.
3. Sit down in circle (may stand if children desire or floor is not conducive to sitting).
4. Explain name and point of program in kid friendly way (The ABCs of Understanding
helps us to see how we are all similar and different from each other, and why that’s
okay!).
5. Establish group rules
6. Group check in using name and emotions chart.
7. Brief explanation of this week’s topic and activity.
8. Activity
9. Return back to circle (for closing).

Final Note
Thank you for believing in the heart of this program - understanding cultural difference.
Without people like you, the growth of our youth would not be possible. Really lean into this
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program and trust that you are making a difference these children’s lives. Do not be afraid to
engage in each activity and have as much fun as the children. This is a special time in children’s
lives where they are highly impressionable. If they see you being vulnerable and having fun, they
will more than likely do the same! Again, thank you!
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ABCs of Understanding Program Curriculum:


Week 1 Topic: Exploring Sameness and Difference
o Activity: Saying Hello



Week 2 Topic: Using Dance to Interact with the Children that Make Up the Classroom
o Activity: Dancing With



Week 3 Topic: Using Movement to Highlight Each Child in the Classroom
o Activity: Moving Through



Week 4 Topic: Locomoting through Space in Different Ways than Your Own to
Highlight Sameness and Difference within the Classroom
o Activity: Taking a Different Path



Week 5 Topic: Creating Our Fort/Spaceship that Allow Us to be Ourselves
o Activity: Creating Space



Week 6 Topic: Exploring Ways to Express Emotions with Our Bodies
o Activity: My Body, My Emotions



Week 7 Topic: Exploring Ways to Highlight Sameness and Difference Using Props and
Group Rhythmic Activity
o Activity: Marching to My Own Beat



Week 8 Topic: Taking Pictures of What Makes Us the Same and Different
o Activity: Picture Sameness and Difference



Appendix A : ABCs Of Understanding Certificate of Completion



Appendix B : Parental Consent Form



Appendix C : Feelings Chart
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ABCs of Understanding Topic: Exploring Sameness and Difference
Activity 1: Saying Hello
Materials needed: None
Goals addressed: Awareness of others, self-expression, and nonverbal communication
Steps:
1. For today’s activity we will be saying “one cool thing” about ourselves that you want the
group to know. The group will use their words and bodies to say hello to that “cool
thing.”
2. The group will remain seated “crisscross applesauce” style in a big circle.
3. Each child will take turns standing up and coming to the middle of the circle, while the
rest of the children stay seated in the outside circle.
4. Once the child is in the middle, they will tell the group one cool thing about themselves!
(Example: My favorite food is pizza, I sleep with a brown teddy bear, my favorite color is
purple etc.)
5. Once the child says their cool thing, the children sitting down will use a movement
(wave, thumbs up, etc.) and say “hello” to the person in the center. The child in the center
will then return to the outside circle and sit.
6. Repeat steps three through five until each child has taken a turn in the center.
7. Sit down for circle time and discussion about the activity.

Questions in Circle Time:
1. Who heard a cool thing ___________ (color, food, etc.) that was different than what you
like? What did you hear?
2. Is it okay to like the same things?
3. Is it okay to like different things?
4. Is it okay to be the same? Is it okay to be different? Why is it okay?
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ABCs of Understanding Topic: Using Dance to Interact with the Children that Make Up the
Classroom
Activity 2: Dancing With
Materials needed: Music, music player/speaker, and playlist or CD
Goals addressed: Body awareness, awareness of culture, social development through
interpersonal interactivity and developing of social relationships, and increased awareness and
understanding of sameness and difference
Suggested songs: Cotton Eye Joe – Kidz Bop Kids, Timber - Kidz Bop Kids, Move It
Like This- Kidz Bop Kids, and Kidz Bop Shuffle – Kidz Bop Kidz
Steps:
1. Explain that for today’s activity we will be showing our coolest and best dance moves to
each other and with different partners.
2. While the kids are still seated, explain that when the music is on, they will dance with
their partner, showing each other their coolest and best dance moves! When the music
stops, they must freeze! Once frozen, the facilitator will say “find a different partner,”
and children must find someone new. Demonstrate this process, so they understand.
3. The group will stand and spread out, breaking away from the big circle.
4. Invite each child to find a partner (if uneven number, facilitator will participate as well).
Once partner is identified have each child give their partner a high-five, to show they are
ready to dance with their partner! The couples will freeze until they hear the music to
begin.
5. Once music begins, they will start dancing with each other until they hear the music stop.
6. Repeat steps four and five until each child has been partnered together.
7. While music is still playing, have each child grab each other’s hands to form a standing
circle.
8. Each child individually will go into the center of the circle and show off their own dance
moves, while the outside circle claps their hands to the beat of the music.
9. Repeat step eight until every child has had a turn in the middle of the circle.
10. Sit down for circle time and discussion about the activity.

Questions in Circle Time:
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1. What was it like to dance with everyone?
2. Did you notice any of your moves that were the same as someone else’s?
3. How were your moves different from someone else’s moves?
4. What do you like about your moves that are the same as some of your friends?
5. What do you like about your different dance moves?
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ABCs of Understanding Topic: Using Movement to Highlight Each Child in the Classroom
Activity 3: Moving Through
Materials needed: None
Goals addressed: Nonverbal communication, self-expression, and awareness of others
Steps:
1. Explain that for today’s activity we will be showing how special and unique we are all
through our own movement
2. While they are still seated, ask the children, “What’s a special move that you do that
nobody else does?” Follow this up with saying, “Answer this question in your head.
Don’t tell anyone yet! We want to keep it a surprise!”
3. The group will stay seated in the circle.
4. Each child will take turns standing up and coming to the middle of the circle, while the
rest of the children stay seated in the outside circle.
5. Once the child is in the middle, they get to show the group their very own special dance
move.
6. The child will do their movement three times. The first time the outside circle will watch
the person in the center. The second time, the outside circle will mirror the child’s
movement with them. The third time the outside circle will watch the person in the center
do their movement one last time.
7. Once the child has done their movement three times, the child in the center will return to
the outside circle and sit.
8. Repeat steps four through seven until each child has taken a turn in the center.
9. Sit down for circle time and discussion about the activity.

Questions in Circle Time:
1. How did you learn or make up your special move?
2. What did you like about others doing your special move?
3. What did you like about doing others’ special move?
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4. How did you do everyone else’s different special move?
5. Was it fun to do everyone’s moves that may/may not be different from yours? Why/ why
not?
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ABCs of Understanding Topic: Locomoting through Space in Different Ways than Your Own
to Highlight Sameness and Difference within the Classroom
Activity 4: Taking a Different Path
Materials needed: Music, music player/speaker, and playlist or CD
Goals addressed: Awareness of body, social development, awareness of others, and nonverbal
communication
Suggested songs: Chugga Chugga Choo Choo (Original Version) · Choo Choo Soul – Disney
Junior
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Steps:
1. Explain that for today’s activity we will take turns being the leader and follower with a
partner.
2. While they are still seated, ask the children “If you were a Choo Choo train and your
partner was your caboose, where would your train go in the room?”
3. Invite each child to find a partner (if uneven number, facilitator will participate as well).
Once partner is identified, the couple will pick which one will be the letter A and which
will be B. Once identified, have the couple give each other a high-five to show they are
ready to move with their partner! The couples will freeze until they hear the directions
and music.
4. Explain to the children that person A will be our first Choo Choo train leader. Person A
will begin by walking through the space however and wherever they want. Person B will
be person A’s shadow/ caboose and simply follow behind person A wherever they go and
however they move. This will happen for the full duration of the song above for two to
three minutes.
5. They will then switch roles and person B will become the Choo Choo train leader, while
person A becomes person B’s shadow/caboose. Repeat step four with role switch.
6. Lastly, the facilitator will invite the two children to walk through the space together,
however they want, with no one leading or following.
7. If there is time, have children find new partners and repeat steps three through six.
8. Sit down for circle time and discussion about the activity.

Questions in Circle Time:
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1. Did you like being the leader and getting to move in your own way?
2. What was it like when you weren’t the leader and you had to follow your partner’s
different path?
3. What was it like when you and your partner were able to move together however you
wanted?
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ABCs of Understanding Topic: Creating Our Fort/Spaceship that Allow Us to be Ourselves
Activity 5: Creating Space
Materials needed: Props in the classroom, such as blocks, toys, scarves, stretch bands,
instruments, etc.
Goals addressed: Self-expression, increased awareness and understanding of sameness and
difference, and social development
Steps:
1. Explain that for today’s activity we will each be in charge of creating our own unique
forts/spaceship (can identify creation as a fort, house, spaceship, or whatever you prefer)
using all of the things in the classroom (e.g. scarves, stretch bands, blocks, and/or any
props available). The group will remain seated “crisscross applesauce” in the circle, while
you give directions and demonstrate, if needed.
2. Invite them to think of building a house out of props in the classroom (use Lego’s
reference) for themselves.
3. Spread each of the children out so they have enough room where they can comfortably
create.
4. Invite each child to take three to five minutes to gather all of the props they will need to
create their fort/spaceship, and bring them back into the designated space you identified
for them in step three. Make sure this is done before they begin building.
5. Once materials are identified, have the children take about 10 minutes to create their
fort/spaceship and tell them to sit inside once it’s created, so you know they are done!
6. Once finished, have them look around and notice how each other’s creations look
different.
7. They will then take turns standing up and explaining their creation, while the rest of the
children stay seated inside their own.
8. Sit down for circle time and discussion about the activity.

Questions in Circle Time:
1. Did you notice another person’s creation that felt like it similar to your fort/spaceship?
2. Is it okay to be the same? Why is it ok?
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3. Did you notice anything that was unique/different about your fort/spaceship?
4. Is it okay to be different? Why is it ok?
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ABCs of Understanding Topic: Exploring Ways to Express Emotions with Our Bodies
Activity 6: My Body, My Emotions
Materials needed: Feelings chart
Goals addressed: Coping skills, awareness of body and emotions, nonverbal communication,
self-expression, and empathy
Steps:
1. Explain that for today’s activity we will be using the picture from the feelings chart that
we checked in with that shows how we were feeling today. The group will remain seated
in the circle while you give directions and demonstrate, if needed.
2. Invite them to think of a creative way that they can use their bodies to copy the picture on
the chart and how they feel. Ask them how they can make the picture come to life and be
bigger in their own bodies? Follow this up with saying, “I want you to answer this
question in your head. Don’t tell anyone yet! We want to keep it a surprise!”
3. The group will remain seated in a big circle.
4. Each child will take turns standing up and coming to the middle of the circle, while the
rest of the children stay seated in the circle.
5. Once the child is in the middle, they will use their bodies and facial expression to create
their own version of the picture on the emotions chart and how they are feeling today.
6. Once the child creates this movement, they will then return to the outside circle and sit.
7. Repeat steps four through six until each child has taken a turn in the center.
8. Sit down for circle time and discussion about the activity.

Questions in Circle Time:
1. Was the way you showed your emotion different than the picture? How?
2. Was the way you showed your emotion with your body different that your class?
How
3. Is it okay to be different? Why is it okay?
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ABCs of Understanding Topic: Exploring Ways to Highlight Sameness and Difference Using
Props and Group Rhythmic Activity
Activity 7: Marching to My Own Beat
Materials needed: Musical instruments
Goals addressed: Self-expression, social development, and communication
Steps:
1. Explain that for today’s activity we will be creating rhythm and music together.
2. Each child will remain seated in the circle and will be given some type of musical
instrument to work with. The group will remain seated and wait for directions or
demonstration, if needed.
3. Going around the circle, the facilitator will invite each child to come up with a 4-count
short rhythmic phrase using their own unique instrument.
4. The first child to go will create their phrase and the rest of the circle will simply listen.
Once done, that child will repeat the phrase and the rest of the circle will try and copy the
phrase (one at a time) using their own instrument.
5. Once the child has done their phrase three times, the next child will go.
6. Repeat steps three and four until each child has taken a turn.
7. Lastly count to three and on the count of three have all of the children play their phrase
together.
8. Sit down for circle time and discussion about the activity.

Questions in Circle Time:
1. What did you like about someone else’s sound?
2. What was different and special about your sound?
3. Did anyone else’s sound, sound like yours?
4. When you repeated someone else’s sound what was different or similar?
5. Is it okay to be different? Why is it okay?
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ABCs of Understanding Topic: Taking Pictures of What Makes Us the Same and Different
Activity 8: Picture Sameness and Difference
Materials needed: Catholic Charities approved camera (The teachers have an approved camera
in each classroom that they are allowed to take pictures on and parents have given written
consent.)
Goals addressed: Awareness of others, awareness of culture, and empathy
Steps:
1. Each child remains seated in the circle and waits for directions or demonstration, if
needed.
2. Explain that for today’s activity we will be creating a movie where we all are the stars!
The group will remain seated in the circle, while you give directions and demonstrate, if
needed.
3. Invite them to think of a creative pose or posture that they can hold that shows how
unique and special they are, in the movie. Follow this up with saying “I want you to
answer this question in your head. Don’t tell anyone yet! We want to keep it a surprise!”
4. One by one, each child will be invited to come to the center of the circle to create a
posture or pose that they can hold. Once created, the facilitator will take a picture of the
child. Once the child has had their picture taken, invite them to go and have a seat in the
circle.
5. Once each child has taken a picture individually, invite all of the children to stand up and
repeat the pose they just did. Together, a collective picture of the group will be taken.
6. Return back to the circle.
7. Pass around the camera for the picture to be seen and highlight how each child looks
different and awesome at the same time!
8. Sit down for circle time and discussion about the activity.
Questions in Circle Time:
1. What did you like about how someone else posed in the picture?
2. What did you like about your pose in the picture?
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3. Did everyone in the picture pose the same way? Is that okay?
4. Do you like the picture? Even if we all look different in it?
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Appendix A:
Certificate of Completion
Each child will receive a certificate at the end of the program. If possible, an
award ceremony with snacks and a small award (e.g. candy goody bag, sunglasses, or
sheet of stickers) to commend the children is suggested.

This certificate celebrates

for

Signed _ _ _ _ _ _ _ _ _ __
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Appendix B:
Parental Consent Form

DEVELOPING CULTURAL AWARENESS
THROUGH BODY-BASED SKILLS AND MOVEMENT WITH CHILDREN
IN THE CATHOLIC CHARITIES OF JOLIET HEAD START CLASSROOM
Description and your child’s participation
The purpose of this project is to develop a program for Catholic Charities Diocese of Joliet Head
Start (CCDOJHS) that cultivates social-emotional development, by nurturing cultural
intelligence through the fostering of pro-social skills using the methods of creative movement,
body-based skills, and art making.
Your child’s participation will involve completing an eight-week guided social emotional
development activity curriculum designed to expose them to the cultures that make up their
classroom through dance, activities, and creative art.
The amount of time required for your child’s participation will be eight weeks 45-60 minutes per
week, during regular scheduled class time of CCDOJHS

Potential benefits
1. Social- emotional development through:


Self-awareness including emotion, body, and culture



Self-Expression



Empathy building



Cultural awareness

2. Fostering cultural intelligence

Voluntary participation
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Participation in this program is voluntary. You may refuse to allow your child to participate or
withdraw your child from the program at any time. Your child will not be penalized in any way
should you decide not to allow your child to participate or to withdraw your child

Contact information
If you have any questions or concerns about this program or if any problems arise, please contact
myself, Natiya Reggans 815.531.4278. If you have any questions or concerns about your child’s
rights as a participant in the program, please contact Catholic Charities Diocese of Joliet, Head
Start
Consent
I have read this parental permission form and have been given the opportunity to ask
questions. I give my permission for my child to participate__________

I have read this parental permission form and have been given the opportunity to ask
questions. I DO NOT give my permission for my child to participate _____________
Participant’s signature_______________________________ Date:_________________

Child’s Name: _______________________________________
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Appendix C:
Feelings Chart

How are you fee ing?
happy

~

seared

nervous

goofy

surpri~

zZz

quiet

annoyed

cool

sad

i ired

exoi ed

bored

s ck

trvstratecr

angry

funny

proud
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Chapter Five: Discussion
The purpose of this project was to develop a social-emotional development program for
Catholic Charities Diocese of Joliet Head Start (CCDOJHS) that cultivates cultural intelligence
in children in the classroom through the fostering of pro-social skills of empathy building,
awareness of self, feelings identification and communication skills using the methods of creative
movement, body-based skills and art making. To discover this, I needed to go back to my initial
guiding questions, “How can dance/movement therapy techniques, body-based movement, and
communication be used to develop empathy within children in the classroom?” This question
was altered during the program to, “Does social-emotional development help promote the
prosocial skills of multicultural intelligence and empathy of sameness and difference in children?
How can body-based skills and movement derived from dance/movement therapy techniques be
used to increase the development of these prosocial skills in children in the classroom?” The
alteration of this question occurred, because I came to understand that my program was
inherently a skills-based program addressing many aspects of social-emotional development,
which has the ability to aid children in learning to relate to the self and others. Through the
altering of the question, the purpose of my program became clear and it emphasized the need for
the program to be a fun, creative, and easily relatable program.
Using the Delphi method provided me a clear structure to organize the necessary
preparations before creating the program. Through collaboration with other experts, I was able to
gain a deeper understanding of my own intentions behind the program and what needed more
clarity on my end. If I could have employed a third round of questions, I could have gained more
clarity on the proposal of a program. However, because of time constraints I was limited to the
number of rounds I was able to employ.
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My collaborators played a fundamental role in this program, helping me to hone in on
what was truly important to the heart of the program, what felt realistically obtainable to children
that were so young, and what needed to be readjusted to enhance the developmental benefits of
the program.
Implementation
The next step of this program would be implementation in the classroom at CCDOJHS.
Although I do not anticipate significant funding necessary to implement this program, funding
for things (e.g. materials) will need to be obtained. For this to happen, I will need to provide
evidence that supports the need for this program and how it would be beneficial to the culture of
CCDOJHS’s children. Since I am already involved with the children of this facility, I would
ideally designate myself as the lead facilitator of the program and kindly request CCDOJHS to
fund the program. I would also inquire that teachers and staff at CCDOJ provide support in the
classroom during my facilitation. This program would be during the regular work hours of the
teachers and staff, meaning there would be no additional revenue required. The facilitator would
be paid according to the discussed and appropriate funding of CCDOJ.
I plan to implement this program within the next few years. Finding facilitators who fit
the desired criteria will also be fundamental in this process. I would like for this program to be
accessible to other clinicians and dance/movement therapists, once I have implemented it and
received feedback and suggestions. Any and all evaluation suggestions will be greatly considered
as I intend to make this an effective program that children will benefit from in later stages of
their lives and adulthood.
The program could potentially expand which would move the program to an afterschool
setting, where outside funding would be needed for staff involved. If so, a written guide and
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training to educate potential facilitators will be created. Perhaps the potential for smaller group
facilitations within CCDOJ, or even branching out to other Catholic Charities, could arise. This
program could also be branded as a non-profit program, which may also help with outside
funding. If expanded outside of school hours, this program could potentially increase to two or
three times per week, where more activities would be created. I believe adding on two more days
per week would increase exposure of the topic to the children thus increasing results.
I believe starting social emotional development at a young age can prepare the next
generation to be even greater contributors to our society and humanity. Children are immersed in
the different cultures that surround them every day without being conscious of it. Through the
illumination of self and other, they can later become aware of how they present themselves to the
world. Threading back into the literature review, developing an awareness through socialemotional development and fostering a sense of openness and curiosity around culture will be
beneficial in how the children view the world they walk through, preparing them with the skills
needed to effectively function in it (ADTA, 2016; Kornblum, 2002; McCarthy, 2008; Siegel,
2012; Tortora, 2014).
Evaluation Suggestions
Once the program is implemented, I plan to evaluate the efficacy of the program. A preand post-test will be administered to evaluate the before and after effects and outcomes in
relation to the desired goals of the program, listed in the curriculum above. One development
assessment tool that I will use is the Behavioral Index for Children (Stiffman, Orme, Evans,
Feldman, & Keeney, 1984). This 13-item category scale provides tangible measurements of
results and reveals evidence about any shifts in the children’s behavior that is directly influenced
from the program (Stiffman et al., 1984). The assessment tool would be administered by teachers
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and parents before and after the program, to assess any developments and changes within their
children’s behavior.
The other assessment tools that I would use are the Devereux Student Strengths
Assessment and the four-item screener the DESA MINI. These scales are for elementary students
kindergarten through eighth grade that directly measure the children’s strengths, which relate to
prosocial skills. These measuring scales evaluate over 70 categories of skills that align with
social-emotional development in children. Some skills that are measured include: self-awareness,
social awareness, relationship skills, self-expression, and self- management. These socialemotional development scales would assist me in assessing the specific skills the children have
enhanced, if the goals of the program have been achieved since implementation, and would
evaluate the efficacy of the program.
Cultural Considerations
Because the program is centered on culture, cultural considerations are inherently
embedded into the content. I believe that with the culture of CCDOJHS, it is critical to consider
the diverse religions that make up the classroom. I also want to consider the diverse ways of
learning that the children possess. From my prior work experience in this specific classroom, I
will consider executing different facilitating styles such as visual, auditory, and kinesthetic
approaches.
One specific need for the facilitator is a strong awareness of culture and the many aspects
that it encompasses. To implement this program, the facilitator must understand the depths of
culture and how different aspects of culture can be both visible and invisible. Having an
appreciation for cultural difference and cultural intelligence can set the tone of the program,
which can directly impact the outcome had with the children.
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Through the information gathered with the help of the collaborators, I concluded that the
knowledge of the different cultures involved was critical to the relevance of the program and
how it was implemented. I also considered the cultural training necessary to prepare the teachers,
caregivers, and assistants to help the facilitator carry out the program. Along with the teachers,
the parents needed to prepare to understand and further develop the discussion around the
cultural curriculum their children were exposed to during the program. This was considered in
the event that the children would have questions about the program at home. Another
consideration that was apparent was how CCDOJHS executed community and school events,
and how the different cultures that made up CCDOJHS may or may not have been represented in
these events.
Why It Matters
Developing prosocial skills in children that increase their ability to be more aware of the
self and others is so important, as it encourages children to be more introspective with the self,
while also gaining the ability to see things from different perspectives. This program matters
because developing children’s social-emotional abilities can impact them in a positive way later
in life, including school (Cohen et al., 2005). The mid to long-term outcomes reached through
this program can aid children by fostering the cultural intelligence necessary to function in
today’s multicultural society. This creative program allows children to explore and invite
curiosity around the self, develop ways to invite the same curiosity around other people they
encounter every day, and better understand how to be in relationship with them. Through
exposure of the program and development of the outcomes listed, children’s lives can be
impacted in a meaningful way.
Conclusion

65

I believe in this program because it provides the children with the ability to develop the
skill of using the body to assist in beginning to identify self and others through the development
and maintenance of relationships. Through movement exploration and awareness of the body in
an intra- and interpersonal relationship, those learned behavioral cues and patterns can be shifted.
With this shift in knowledge the children can begin to engage in behaviors of healthy
relationship building, thus shaping their interpersonal learning. My hope is that this may lead to a
deeper understanding and acceptance of each unique individual’s perspective of within the
world. I intend for the program to lead to increased cultural awareness, cultural exposure, and
cultural acceptance of self and others.
Through the discovering of one’s self, they can begin to find empowerment through
exploring their body and uniqueness. This is beneficial by helping them understand the way they
view the world. This knowledge may impact their ability to identify sameness and difference that
exists in other children around them, which may later further develop in the skill of identifying
sameness and difference that lives within each culture present in their classroom and specifically
each child that they interact with routinely.
The purpose of this program for CCDOJHS was to develop cultural intelligence by
fostering pro-social skills, such as empathy building, awareness of self, feelings identification
and communication skills. The methods used were creative movement, body-based skills and
movement inspired from elements of DMT, and art-making. I believe that such a program can
inspire classrooms all over the world to use creativity and movement as a primary tool for
learning. I hope to encourage regular discussions and explorations around the cultures that exist
within the classroom to foster awareness at a young age. I believe this is a necessary addition to
the development of children to encourage a more all-encompassing worldview early on.
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I need to do more exploration around the children of CCDOJHS and broaden my
awareness of the many aspects of culture that exist within their community. I will continue work
as an artistic director of dance with the children this year, where I will be able to do some of this
research simultaneously. In the future, I would like for this program to be accessible to other
dance/movement therapists and clinicians who have a passion for early childhood development.
With help from qualified facilitators and staff along with my passion for our youth, I know this
program will flourish.
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Appendix B
Definitions of Key Terms
Cross-Cultural Competence - The knowledge, skills, and affect/motivation that enable
individuals to adapt effectively in cross-cultural environments. A capability that contributes
to intercultural effectiveness, regardless of the particular intersection of cultures (Abbe et al.,
2007, p. 2).
Cultural Awareness - The foundation of communication and it involves the ability of standing
back from ourselves and becoming aware of our cultural values, beliefs and perceptions that
shape the way we view and walk through the world (Quappe & Cantatore, 2007).
Cultural Intelligence – A person’s capability to adapt effectively to new cultural contexts
and environments. This includes a person’s mental intellect and behaviors as it relates to
his or her functioning and adaptation in new or multiple cultural environments. An
individual’s ability to recognize and function effectively in cultural diversity (Earley &
Ang, 2003, p. 59).
Empathy- Empathy is when one person is able to see, understand, and be with one another,
attempting to experience what the other person feels (Chaiklin & Wengrower, 2016). This
includes “knowing what another person is feeling,” “feeling what another person is feeling,” and
“responding compassionately to another’s distress” (Levenson & Ruef, 1992, p. 234).
Social/Emotional Development - The child’s experience, expression, and management of
emotions and the ability to establish positive and rewarding relationships with others, which
encompasses both intra- and interpersonal processes. (Cohen et al., 2005).
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Appendix C
Collaborator Agreement

I ___________________________, agree to collaborate with Natiya Reggans on
her program development which aims to answer the following question: How can
developing a program that aims to develop multicultural intelligence impact
children in the classroom, using elements of dance/movement therapy with the
children at Catholic Charities Diocese of Joliet, Head Start?
I understand that I will be participating in an informal interview, followed by a
round of qualitative questionnaires, with the possibility of one additional round of
questionnaires. I understand that I have the option of remaining anonymous if I so
choose and that I have the option of removing myself from any and all
involvement in this project at any time. I agree that my purpose as a collaborator
is to help contribute to the group coming to a consensus around proposed topic
•

I agree that my purpose as a collaborator is to contribute to
a consensus around the proposed topic. I am in no
way solely responsible for project and understand that Natiya is the
leader of this developing project.

•

I agree that Natiya Reggans retains the right of the intellectual properties
that is the concluding program.

•

I agree that the time commitment is approximately an hour, 3 times
over the duration of a month.
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•

I agree that my contributions will be used for the benefit of the developed
program

•

I agree to help Natiya Reggans for the purpose of graduation requirements and
understand that I will not be compensated.

•

I agree that I have the option to remain anonymous in the final product, if I so
chose.

•

I understand that if abuse is disclosed in any way, Natiya must engage in
mandated reporting.

•

I agree that the location/organization that the program is being
developed for will be kept confidential.
I agree to the obligations and expectations Natiya has set for herself,
in regards to our meetings:

• Natiya will be on time for scheduled meetings unless uncontrollable
circumstances occur (car accident, family emergency, weather etc.) to which I
will be notified immediately.
• Natiya will understand if meeting needs to be rescheduled or
cancelled, if discussed prior to meeting time.
• Natiya will understand my right to withdraw at any time from the
project, with notice.
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• At a designated time during each meeting, Natiya will invite feedback from all
collaborators in an informal discussion format. Natiya will also be open to
emails if any feedback comes up outside of designated meeting time
Please initial the following:
________ I UNDERSTAND that Natiya Reggans will not use my name for the
purpose of her proposed program development project and that I will remain
anonymous

Signature_______________________________Date_________________
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Appendix D
Collaborator Interview Questions
1. What aspects of culture, both visible and invisible, are you aware of? (ALL)
2. How interested are the teachers in talking about exploring and embracing cultural
difference at Catholic Charities? (Catholic Charities collaborators only)
3. What is one benefit you see to developing a program that focuses on developing
understanding of difference? (ALL)
4. What is one foreshadowing concern you’d like to address that may be intervened
to make program successful? (ALL)
5. What resources are available at Catholic Charities that you believe will be helpful
in making the program successful? (Catholic Charities collaborators only)
6. What cultural ideas and practices are identified, analyzed, or accommodated
through the curriculum at Catholic Charities? (Catholic Charities collaborators
only)
7. In the past, have there been any issues related to culture in the classroom? If so,
how are cultural issues handled at Catholic Charities? (Catholic Charities
collaborators only)
8. How can the culture of Catholic Charities embrace cultural difference and
implement a program like this in their institution? (Catholic Charities
collaborator only)
9. What questions, comments, and/or concerns do you have around the development
of this program? (ALL)
10. What specific dance/movement therapy techniques or skills do you believe to be
impactful to developing cultural intelligence in the children of Catholic Charities
classroom? (For DMT Collaborators only)
11. What theorists/theories do you believe can impact the development of this
particular program? (For DMT Collaborators only)
12. What are some body prejudice/ body knowledge components that you believe can
get in the way of the development of this program? (For DMT Collaborators
only)
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Appendix E
Logic Model

(W.K. Kellogg Foundation, p. 3)
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